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itEPACE

The Study of Induction Programs for Beginning Teachers began as an

investigation of fifth-year post-baccalaureate teacher internship programs

in which the intern taught half-time while completing an academic program

leading to a master's degree. After the start of the study, it became

clear that most teacher "intern" programs in the United States did not fit

this model. The focus of the study was expanded to an examination of the

problems of beginning teachers. The critical questions in this investiga-

tion are:

What are the problems of beginning teachers?

What kinds of programs have facilitated the solution of these
problems?

What are the consequences of failing to solve these problems in
terms of achieving teacher effectiveness and stimulating a career of
progressive professional development?

Three approaches were used to gather information on these issues: a

review of the relevant literature, the identification of and visits to

programs designed to assist beginning teachers, and a review of the evalua-

tion reports of the programs. Twenty-four programs were examined in depth

as part of the study. Of these, four were site visits. Educators through-

out the nation who are concerned about the problems of beginning teachers

were consulted.

The final report of this study consists of four volumes. The first

volume discusses the problems and issues covered by the study, describes

the methodology utilized in the study, and provides a series of recommenda-

tions for teacher educators and policy makers. Comprehenuive descriptions

of exemplary programs for begitaning teachers are included in the second

volume. The digest of programs is intended to assist educators who either



wish to implement or improve induction programs. The third volume prrvides

a review of the literature. The names and locations of educators inter-

ested and involved in programs for beginning teachers are provides in the

fourth volume.

The project was directed by Project Co-Directors, Dr. Frederick J.

McDonald, Senior Research Scientist, Division of Educational Research and

Evaluation, Educational Testing Service, Princeton, New Jersey, 08541, and

Dr. Patricia Elias, Director of Research and Advisory Services, Educational

Testing Service, Berkeley, California, 94704. Information about the study

and reports are available from either.

The study was funded by the National Institute of Education (Contract

No. 400-78-0069). Dr. Joseph Vaughn, the Project Officer, deserves major

credit for exercising the leadership and having the vision to expand the

study.
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HELPING BEGINNING TEACHERS THROUGH
THE FIRST YEAR: A REVIEW OF THE LITERATURE

The major purposes of this literature review were to locate and

describe existing programs that assist beginning teachers and to describe

the evaluation of these programs. Our second interest was to review

literature in which the problems of beginning teachers had been described.

The contents of this volume reflect what we found.

BACKGROUND OF THE STUDY

The study was originally designed to be a study of teaching intern-

ship programs in the United States. Three methods of inquiry were to be

used:

1) A review of relevant literature wa; to be conducted;

2) Existing intern programs were to be located and described; ano

3) Site visits were to be made to a limited number of representative
programs.

The final product was to be a description cf what we knew about

teaching internships, what research needed to be done, and what proposals

could be made for the more general adoption or improvement of internship

programs. As the study developed, its goals were changed to include all

kinds of formal programs that exist to help beginning teachers during their

fl-st year of teaching. Those changes were incorporated in the review of

the literature.

This study in both its original and expanded conceptualization was

intended to be essentially reflective in nature, a study in which the staff

considered the issues and ideas that emerged from literature, from discus-

sions with interested educators, aad particularly from interviews and

10
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discussions with teacher trainers in districts and institutions of higher

education. The project was not intended to be an all inclusive survey of

extant programs and practices. We were, rather, to select and describe

fully a small number of "exemplary" programs attempting to assist beginning

teachers. We considered programs exemplary if several educators not

connected with the programs nominated them as exemplary.

Similarly, the literature review will not be exhaustive. We read much

and considered much. The reference list at the end of Clis volume will

serve to describe that effort. We will, rather, offer our generalizations

about and reactions to the literature in several broad areas, and will

illustrate with specific examples why we r"ached the conclusions we did.

COLLECTING AND CONSIDERING
THE RESEARCH LITERATURE

We u3ed standard procedures for identifying relevant literature.

Computer assisted searches of the available indices of literature were

made, and the initial searches were brought up to date by a hand search of

relevant indices and abstracts. Materials for inclusion also were sugges-

ted by our federal project officer, our advisory committee and by the

educators we contacted during the study.

After the initial title search, abstracts were studied, promising

articles, books or documents were ordered and reviewed by the staff. A

system for exchanging documents among staff members was established. The

staff discussed the substance of the literature on numerous occasions bath

in formal meetings and informally in conversations.

The literature review did not serve us particularly well for locating

11
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or describing existing programa for beginning teachers. Descriptions were

old and almost exclusively concerned with programs run by institutions of

higher education. Many of the programs no longer existed and those that

did had changed, sometimes substantially, cinCe the reports were published.

Generally two types of projects were described and evaluated--those

supported by federal or foundation monies.

We were looking, however, for any structured and sustained programs

intended to help be,ginning teachers. The programs we sought could be

local, regional, state or federal, and might or might not involve an

institution of higher education. The beginning teachers served had to be

first year teachers, either provisionally or fully certificated, employed

and paid by a district, ano had to teach full time or work with a somewhat

reduced work load.

We augmented our literature search for programs with a fairly exten-

sive telephone and mail survey. We amplified our descriptions of the

exemplary programs by telephone interviews with their directors. The

twenty-four program descriptions that resulted from the interviews and site

visits are presented in Volume Two of the series of reports on this project.

We read a number of reports which represented solid proposals for the

development of different types of programs. These report's were ped as

frames of reference for thinking about existing and possible kinds of

helping programs for beginning teachers. If some of the ideas presented in

this historical legacy had been used, the initial experience of several

generations of beginning teachers might have been made considerably

less traumatic. Consider, for example, this quotation:

12
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Duriag the initial probationary period, local school
boards should take specific steps to provide the new
t:acher with every possible help in the form of: (a)

limited teaching responsibility; (b) aid in gathering
instructional materials; (c) advice of experienced
teachers whose own load is reduced so tha: they can
work with the new teacher in his own classroom; (d)
shifting to more experienced teachers those pupils who
create problems beyond the ability of the novice to
handle effectively; and (e) specialized instruction
concerning the characteristics of the community, the
neighborhood, and the students he is likely to en-
counter. (Conant, 1963)

Some of the program descriptions and the literature on the problems of

beginning teachers are reviewed in the sections that follow. As we perused

the literature, visited programs and talked to the directors of other

programs, we were more and more persuaded of the importance of the politi-

cal context in which programs operate and of their vulnerability to politi-

cal and practical exigencies. We became curious about how helping programs

came about.

That curiosity led to the inclusion of a brief review of history in

this document as well as in our thinking. Understanding the past and acting

on that understanding may make the work of some future researchers a

challenge of considerable proportions. Programs may be many, varied and

healthy. If we do not learn from history, that future researcher will have

to erect as many tombstoes over dead programs as we did.

WHY EXTENDED TEACHER TRAINING
PROGRAMS WERE DEVELOPED

A continuing concern about the preparation of teachers is re:lected in

the literature. Beginning in the 1950's, may educators expressed dismay

with the lack of practical classroom experience provided in typical under-

graduate teacher education programs. Conant, for example, by 1963, had
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analyzed teacher preparation programs in 35 colleges and universities. He

lamented the minimal amounts of practice teaching time afforded by those

programs; it was the least emphasized aspect of the programs Conant also

expressed skepticism about the feasibility of teacher trainers providing

the kinds of assistance needed by beginning teachers if for no other reason

than the geographic distances between colleges and school sites.

The discussion has continued through the years. Hunt (1968) and

Di Tosto (1974) argued that the practical experience of teaching in schools

is as important for preparing teachers as are the other elements of their

training, and that teacher preparation programs should reflect that

importance. They pointed out that no other major profession allows novices

to accept so much responsibility without more practical on-the-job train-

ing. And, no other profession expects beginners to work at the same level

and on the same tasks as their more experienced colleagues.

Other critics of the traditional six weeks of practice teaching

offered by teacher training programs referred to it as nothing more than

"role-playing with sympathetic guidance" (Smith, Kerber, Olberg and

Protheroe, 196S), an experience which could not provide "opportunities for

new teachers to formulate personal and professional decisions" (Ryerson,

1967). In a 1967 paper, L.O. Andrews argued that a fifth year training

program avoided the pitfalls of student teaching in which too great an

emphasis was put on teaching skills at the expense of the development of

greater professional understanding. He considered the student teaching

experience to be "terminal" in comparison to induction programs which could

mark an entry point into a teaching career.

To these educatcrs and others, student teaching was not enough to

14
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prepare the beginning teacher for the full range of classroom responsibi-

lities. Lortie (1975) pointed out that, among other things, student teach-

ing did not provide teachers with a foundation for evaluating their pupils,

nor did it encourage analysis of what they were doing. Educators maintained

that learning to teach in classrooms must be thought of as wore than a

craft to be mastered by an "apprenticeship of observation".

Real changes in the training of teachers, however, appear to have been

prompted less by the comments of educators than they have by the pragmatic

pressures such as the number and kinds of teachers needed along with the

availability of new sources of funding.

The teacher shortages from 1952 to 1954, for example, captured the

interest of the Ford Foundation. They were interested not only in the

quantity but also the quality of available teachers (Woodring, 1957). The

most important impetus for changes in teacher training in the last thirty

years came in the late 1950's in the form of grants from the Ford Founda-

tion. The foundation funded programs designed to bring new people into

teaching as well as programs. with "expanded" teaching opportunities.

Believing that "professional education should be more closely related to

the work of the public schools and should include extended experience in

the schools," the Ford Foundation funded programs offering a fifth year

program for new teachers. They felt that a fifth year, in addition to

undergraduate study, would make the integration of theory and practice more

useful to a prospective teacher than the traditional four-year pattern.

A number of the projects of the 1950's were internship programs.

Woodring (1957) noted that the foundation received several proposals from

California, where a higher population growth exacerbated the already existing

15
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teacher shortage. The proposals were to prepare more "mature" college

graduates who did not have a background in education to be teachers.

The Ford Foundation inspired intern programs were of two basic de-

signs. The "expanded" programs combined a year of graduate study, usually

leading to a master's degree, with classroom teaching. They were intended

r0 augment the undergraduate training of certificated teachers. The second

design also combined teaching and academic training, but were of the type

proposed in California. The programs usually offered a full year of

training starting in the summer preceding a teaching assignmnt in schools

and ending the summer following the teaching experience. A master's degree

was usually awarded at the end of the program.

In both designs, interns actually taught in schools either full-time

or with a somewhat reduced load. They were employed and paid by the

districts where they taught. All of the Ford funded programs were assoc-

iated with universities or colleges.

The teacher internship is not a new idea. Since 1809, when Brown

University offered intern teaching as part of their teacher education

program, colleges and universities have offered such programs. No two

intern programs are alike in all respects and each intern program changes

over time. Hensen and Linville (1971), pointed out that those changes

reflect changes in the demands of schools and communities as well as

evaluation activities that suggested needed program improvements.

A second impetus for change in teacher training was provided in 1965

by federally funded Teacher Corps programs. One of the functions of

Teacher Corps was "to encourage colleges ar,d universities to broaden their

programs of teacher education." That broadening involved "attracting and
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training" both qualified teachers and inexperienced teacher-interns to work

in schools with high concentrations of low income and minority group

children. By 1974 there were 85 Teacher Corps projects, most of which

trained inexperienced interns who were preparing for teacher certification.

Many current Tear:her Corps programs are fifth year programs for already

certificated teachers or college graduates. Two such programs are de-

scribed in Volume Two of this series of reports.

Pragmatic pressures led to the development of other programs 'as well.

Moss (1967) described a cooperative effort of Colorado State College and

the Greeley School Distri Greeley schools were faced with the need to

increase teacher salaries, reduce class loads, build additional schools and

improve their instructional program. One solution for reducing class size

would have been to hire additional teachers. That solution, however, would

have taken the monies needed to increase teacher salaries. At the same

time, the college vas faced with a rapidly increasing enrollment in educa-

tion and with the need to upgrade the laboratory experiences it offered its

students. Their mutual solution of problems was procrustean indeed.

The program that evolved used the education students as interns. The

outstanding teachers were offered positions as master teachers for which

they received an appointment with the college and $700 additional salary

from the district. The class size of the master teachers was increased by

ten pupils, but the college provided two interns--one in the morning and

one in the afternoon--to assist the master teachers. The interns got 16

credit hours from the college and $500 in compensation from the district.

The increased cost per classroom was $1700. The average salary of a

beginning teacher would have been $5,100. Any three master teachers and

17
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their interns absorbed pupils who would have been in four classrooms. The

need for additional classrooms vias reduced, the salaries of outstanding

teachers were increased, pupil-teacher ratios were reduced, and a labor-

atory experience was provided fcr teachers in training. Moss' comment that

these were stop-gap measures does not detract from the utility or validity

of this or any other internship program as a way of assisting colleges,

communities and schools to meet ever changing demands.

_It _appears that internship programs, and similar extended training

programs, have been used to extend teacher training during times of

either shortages or an overabundance of teachers. They currently provide a

way for certificated teachers to get into the teaching profession. Klingele

and Borland (1972) regarded the existing teacher surplus as just the

impetus needed to improve teacher education. They felt that teacher

training programs were in a strategic position to require extended clinical

experiences of all teacher candidates, and that public schools were

in a strategic position to capitalize on the services of the teacher

candidate.

That assessment was perhaps a bit optimistic. The number of extended

programs associated with colleges and universities, if anything, had de-

creased. Several programs still reflect the Ford Foundation hope to bring

new kinds of people into teaching but the kinds of "new" people have

changed. Temple University, for example, has an intern program to train

college graduates who were science and mathematics majors to be high school

teachers. Their focus on science and mathematics majors is pragmatic;

there is still a demand for teachers in those subject areas.

The University of Oregon offers a fifth year program for "resident
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teachers". The program serves certificated elementary school teachers who

are provided full time teaching positions. A star's degree is awarded

upon completion of ae program. This excellent program provides ceachers

with an opportunity to get into the teaching profession, an opportunity

they might not otherwise have because of the current surplus of teacherS,

The program is described in our Digest of Programs, Volume Two of this

report series.

THE ADVANTAGES OF EXTENDED TRAINING PROGRAMS

Proponents of the movement for fifth year training programs owe a

great deal to the work of J. B. Conant. In his monumental book published in

1963, The Education of American Teachers, Conant was among the first to

describe specific steps that should be taken to assist the new teacher.

More than any other work of the time, Conant's study served as a catalyst

for subsequent literature on the potential and real advantages of extended

teacher training programs. The advocacy literature is extensive.

Various authors have discussed the advantages of such programs. Thl

advantages to new teachers that have been cited include:

Emotional support (Gaede, 1978)

Extended supervised teaching experience (Moss, 1967; Shimer, 1973)

is Integration of theoretical coursework with practical application
in the classroom (Blackmore, 1968; Ryerson, 1967)

Opportunities to work with cooperating master teachers on curriculum
and instructional techniques (Rivlin, 1966; Hamscheck, 1969; Hamilton,
Ward, Kehl & Suttle, 1966; Swanson, 1968; Chaltas, Southworth & Kain,

1968)

Opportunities to collect, create, use, and evaluate suitable insti-
tutional materials (Conant, 1963; Cuban, 1914)

Assistance in meeting the perceived needs of the community (Theimer,

1971; Carlson, 1970)

19



Emphasis in a subject skill or specific level or area (Rivlin,
1966; Northline Project, 1974)

Flexibility to encourage the development of an individual style
(Edelfelt, 1979; Crosby and Massey, 1976; Denemark, 1967.)

Assistance based on a clinical supervision model (Warner, Houston
and Cooper, 1977; McIntosh, 1971; Bush, 1966; Gatewood, 1975;
Hamilton et al., 1966)

While most of the literature concerns the benefits of extended pro-

grams to new teachers, the advantages to universities are reported as

equally important. By assisting working teachers, university and college

faculty can maintain contact with the realistic and practical world of

education, reduce their "ivory tower" image and thus legitimize their

function in-the educational process (Moss, 1967).

The district also h&s much to gain from its participation in fifth

year training programs. The district can select top candidates as perma-

nent staff members after having had at least a year to observe them in the

classroom. Also, beginning teachers can be more easily trained within

school district guidelines. Other possible benefits to the district

include a reduction in the pupil-teacher ratio by utilizing the teacher

interns for small group instruction and the possibility of better space

utilization through greater staff flexibility (Moss, 1967). L. n. Andrews

(1967) maintains that these programs offer districts endlesN possibilities

for establishing differentiated staffing patterns which he asserts will

assure quality performance in the many specific tasks of teaching.

Internships and other extended training programs may also serve to

upgrade the quality of instruction within a school. Other staff members,

particularly the master teachers who work with the new teachers, are

usually motivated to serve as good role models for their charges. They are
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able to take advantage of the materials developed by the new teachers, and

they are exposed to current educational practice and theory from the

teacher's coursework (Corman and Olmsted, 1964; Klingele and Borland,

1972). As Roy Edelfelt (1974), a leading figure in inservice teacher

education, points out: "hopefully this experience will help experienced

teachers review the social system and how adequately or inadequately it

functions."

WHY EXTENDED TRAINING PROGRAMS FAIL

Conant (1963) raised the question of who was going to accept the

responsibility for induction programs. That question is not addressed

directly, if at all, in the literature about extended programs for training

teachers. The literature describes programs associated with institutions

of higher education. When we tried to locate m-ny of those programs, we

found that they no longer existed. When funding disappeared, so did many

programs. It would seem that there are precious few educators who have

accepted the responsibility for induction programs. The extended programs

that have survived, we suspect, reflect extraordinary tenacity and dedica-

tion on the part of their implementors.

The literature, however, does suggest other reasons for program

failure in colleges and universities. Edelfelt (1966) suggested that the

demise of a program is inevitable when it does not have a strong mechanism

of governance to deal with decision maling. He attributes that to the fact

that fifth year programs do not fit into a single institution or structure

but overlap several spheres of autonomy. In the college structure, faculty

members function as a collection of peers. Each professor is autonomous

21
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and arriving at a faculty consensus is a near impossible task (Nickerson,

1966). It is difficult for even the most stalwart to assume the responsi-

bility for an extended teacher training program in those circumstances.

WHY DISTRICT AND STATE PROGRAMS WERE DEVELOPED

The history of district and state supported induction programs is much

shorter than that of programs associated with colleges and universities,

and there are many fewer. We located only five district supported induc-

tion programs for beginning teachers and all except two were in early

stages of development. The one statewide program we located has been in

place in its curren.: form for just a few yeaTs.

District and state programs, like those cf teacher training institu-

tions, seem to evolve as a result of a large commitment of money, a strong

commitment to some standard of excellence or a crisis of some sort in

recuiting or keeping teachers.

Houston and New Orleans are building programs to assist new teachers

because of the serious problem they have with teacher turnover. Jefferson

County, Coiorado, is committed to a quality of education that reflects the

standards of its upper-middle class citizens; they feel that the best way

to achieve that excellence is to mandate the use of structured curriculum

materials in all elementary classrooms. The major function of their

program is r, train beginning teachers to use those materials. Georgia is

expanding its teaching force and has expended increasing amounts of money

over the last decade in an effort to improve the caliber of that teaching

force. They are committed to improving the education of Georgia children.

Those programs and others are described in Volume Two of this series of

reports.

22
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EVALUATION OF EXTENDED
TEACHER TRAINING PROGRAMS

The major purpose of this section of the literature review is to

review the evaluations of programs that support beginning teachers. The

reports of program effectiveness differ in-many respects, but four kinds of

approaches are commonly used. They are:

1) To assess the competencies and performances of beginning teachers

2) To assess the effectiveness of various elements of programs

3) To compare the effectiveness of different programs

4) To assess "survival" rate, how many graduates enter and stay in
teaching.

A 1977 study which focused on teacher competencies was conducted by

the University of Oregon Residency Teacher Program. They looked at teacher

performance in a number of competency areas. Three raters (the resident

teachers as self-raters, their principals, and external observers) judged

competency in 21 areas. The competencies were defined by the program

staff.

Results suggested that a group of thirteen resident teachers was more

competent than was a group of first year teachers who had no planned

supervisory and seminar help. The differences in ratings between the two

groups consistently favoring the residents, however, are small.

An attempt to use pupil achievement as a means of assessing teacher

competency was reported by Blackburn and Crandall (1975). This was a

first year teacher pilot project in which 100 pilot program teachers were

compared with another group of 100 first year teachers. The program

teachers received assistance in certain skill areas, and the other group

23



15.

received no assistance. The pupils of the 200 teachers were given standard-

ized achievement and attitude tests. No significant differences in either

the attitudes or the achievement of the pupils of the two groups of teach-
*

ers were found.

In a project evaluating the Teacher Preparation Program of Delaware

State, Starpoli (1972) found there was no significant difference in the

academic achievement of pupils taught by interns compared with the pupils

of a "control" group of other first-year teachers. However, he reported

the contact between first year teachers and support personnel was profit-

able and led to the establishment of a Teacher Center on campus.

Marsh and Lyons (1974) evaluated many aspects of Teacher Corps

programs. Of particular interest to us was their attempt to compare the

Teacher Corps graduates with a control group of teachers in performance

and pupil learning. The control group was a convenience sample of teachers

teaching similar kinds of children, frequently in the same school as the

Teacher Corps graduates. There was no significant difference in the

reading gains of the pupils of the two groups of teachers, but the self-

concept gains of the pupils of Teacher Corps teachers was significantly

greater. They reported no differences between the two groups of teachers

on any performance variables based on classroom observations of the teach-

ers. The performance variables included affective tone in the classroom,

teacher questioning, structuring or response strategies and the degree of

attention given pupil behavioral problems.

At Washington State University, Herbert Hite (1968) conducted a

two-year study relying on a classroom observation system to analyze teacher

behavior assumed to be connected with effective teaching. No statistically
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significant differences were found between the intern and control groups.

The interns were a group of 36 beginning elementary teachers who were the

subjects of an experiment to assess the effects of reduced work loads and

inservice help on their classroom behavior. The control group was a group

of twelve beginning teachers who did not receive any special assistance.

It is interesting to note that although differences were not statistically

significant, educators often cite the study to support the arguments in

favor of supervision and reduced teaching loads for beginning teachers.

Many reports have relied exclusively on the opinions of the beginning

teachers about their training. For example, Gibboney et al. (1970)

evaluated four components of a two-year urban teacher education program.

The teachers in the project completed questionnaires designed to deter.: le

whether the objectives in each component were met. According to the

author, the teachers found the six-week inner-city living experience

useful, a micro-teaching course useful, and their practicum in teaching

useful. The teachers rated their practicum at the Pennsylvania Advanced

School as the least useful of the four components.

Only one of the project reports offered an empirical evaluation of the

effects of induction programs on the survival rate of teachers--getting

into and staying in teaching-- though -much of the literature focuses on this

topic. In the Stanford University Secondary Teacher Education Program data

were analyzed from surveys of 952 interns enrolled who had 'graduated" from

the intern program from 1960 to 1969. Two variables were used to examine

the survival rate, the number of years the intern worked full time in a

secondary school and the number of years the intern worked in the field of

teaching. It was concluded that the interns, as a population, probably

25



17.

have a higher survival Tate than other population of teacher trainees.

Two personal attributes turned out to be the best predictors of survival

in 1973: sex and age. Traditional measures of academic aptitude and

achievement did not predict the interns' survival in teaching.

Zeichner (1979) reviewed eleven teacher induction programs in the

United States and Great Britain. Zeichner compares the programs in the

United States in terms of five variables. The five variables and

Zeichner's conclusions were:

1) User satisfaction and extent of program,implementation
Zeichner comments that there was heavy reliance on questionnaires.

2) Teacher turnover - Only two programs even considered this problem,

3) Teacher performance - Three programs considered this variable
as a measure of evaluation. He comments that the results are not
statistically significant and the evaluation criteria are often
unspecified.

4) Teacher attitudes and morale - Four projects attempted to measure
teacher attitudes. Zeichner comments that it was difficult to
make statistical statements or to drEw clear conclusions.

5) Pupil performance and attitudes - Two projects looked at the effects
of their efforts on various aspects of pupil attitudes and behavior.
He comments that "the effects of induction programs on pupils has
not received much attention by program evaluators, but the little
data that does exist does not show any effect."

Zeichner reports that unlike many of the evaluators of teacher induc-

tion programs in the United States who almost always concentrate on single

program outcomes, the British evaluators, Parlett and Hamilton, attempted

to construct comparative case studies of each induction scheme. Zeichner

quotes their research strategy:

Illuminative evaluation is not a standard methodologi-
cal package, but a general research strategy. It aims

to be both adaptable and eclectic. The choice of
research tactics follows not from research doctrine,
but from decisions in each case as to the best avail-
able techniques: the problem defines the methods and
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not vice versa. Equally no method (with its own
built-in limitations) is used exclusively or in isola-
tion, different techniques are combined to throw light
on a common problem.

One of our major concerns was the quality of the evaluations of the

programs in terms of design, instrumentation and implementation. Most of

the evaluation reports suffered on one or more of these dimensions. We did

find a few evaluations with relatively sophisticated designs. Unfortu-

nately, these evaluations were based on assessment techniques of unknown or

undemonstrated reliability. The samples of teachers were usually whoever

were geographically convenient.

However, there may be some good reasons for the poor quality. Defining

standards of teaching competence and measuring the achievement of those

competencies is a frequently used technique in the projects. Defining

standards of competence can be done, but the technology available for

41
measuring competencies is primitive (4cDcnald, 1978).

THE PROBLEMS OF BEGINNING TEACHERS

The literature about the problems of beginning teachers is of two

general types: anecdotal or diary type reports by beginning teachers of

the problems they experienced and surveys by researchers or graduate

students of the problems of beginning teachers. We will present three

perspectives about the problems of beginning teachers, those expressed by

the teachers themselves, studies of their problems by others, and studies

of the views of experienced teachers and building principals.

The Perceptions of Beginning Teachers

One of the richest sources of information about the problems of

beginning teachers in the literature comes from the personal accounts of
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the first year of teaching. Books such as Don't Smile Until Christmas

(Ryan, 1970), contain diaries of the lives of beginning teachers. Simple

survival and terror are common themes. Other authors have provided de-

scriptions of the problems of beginning teachers often accompanied by

suggestions for program improvement (Zeichner, 1979; Dropkin and Taylor,

1963; Lortie, 1966 and 1975; Rivlin, 1966; Rehage, 1968). The most fre-

quently mentioned problems are:

Discipline and class control

Finding and using appropriate materials

Evaluation of the student's wort.

Isolation and insecurity

Insecurity and isolation are feelings frequently described by beginn-

ing teachers. Consider Rebecca Chapman's (1968) account:

...I had nothing but apprehension about my job. I felt
determined to go at least one day, and if it did not
work out I would quit.

...All of a sudden I felt real panic inside. I was

very much aware that at that moment I was the only
white person in a room filled with 200 strange faces...
I thought I would suffocate or faint.

John Canfield explains his feelings quite ably (in Ryan, 1970):

A large part of the first yeer was spent in an °vet-
whelming state of helplessness. That feeling that
results from not being able to effectively intervene...
As a first year teacher you are helpless to do any-
thing. You have no real power within the structure.

The isolation of a new teacher in a school was related by Linda Corman

(in Ryan, 1970). Commenting on the infrequent communication among members of

a department, she realized that though the teachers were friends in a

social context, each preferred to close the classroom door to the rest of

the world. She experienced confusion when she asked a peer about his
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classroom activities and was rudely rebuffed. Finally, she learned to

operate in that milieu by closing her door and her mouth for the rest of

the year. When she did meet some faculty memb"rs who might have made a

difference to her, it was "too late." For a variety of reasons, Linda

Corman decided not to return to teaching the next year,

The most frequently mentioned problems are "control" and discipline.

Beetling teachers may have forgotten what they or their friends were

actually like as students. During their preparation classes, they study

child development, and discuss planning for children, and conjure unreal-

istic pictures of what their future students will actually behave. A

candid portrayal appears in Eleanor Fukes's account:

Before school began I had decided to pursue a course of
"discipline from within". The flaws in this scheme
were leeon, but principally two: first, it required
me to be perennially scintillating, which I am not; and
second, I did not devise an alternative for the case of
a class which would not respond to this kind of treat-
ment. (in Ryan, 1970)

From hindsight, Miss Fukes explained that given a second chance, she

would have established rules about noise and conduct on the first day of

school. At first she was determined to protect her students from suspen-

sion and its harmful psychological effects but finally recanted after 20

weeks of disruption.

Many beginning teachers want their students to like them and, in an

effurt to insure this, do not discipline them or give them bac grades. Two

new teachers described their feelings:

Being young and single, I guess I was driven by the
desire or a need to be loved and accepted by those with
whom I was in daily contact. (Canfield, in Ryan, 1970)
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It was puzzling to me how experienced teachers could
grade student work...I found it extremely difficult at
first to grade just one theme. Just as I feared making
students mad at me by taking disciplinary action, so I
feared their ire as a result of the low grades I might
give them on papers end tests. (Cornog, in Ryan, 1970)

Many first year teachers also mentioned the long hours it took for

them to evaluate or grade their students' work: "I spent all weekend."

"Oh, the hours it took."

Another frequently mentioned problem in the accounts of beginning

teachers has been finding and using an appropriate curriculum. The fact that

the goals and methods learned in college did not fit in a real situa-

tion was brought up by Ray Russo (1968). He remembered methods and objec-

tives being discussed in his educational psychology course but no one ever

explained how they were "derived and defined".

Beginning teachers also related frustrations in finding the correct

methods and materials for their students. While the materials were at the

appropriate level for some students, "the material was too abstract

and presented too fast for others to assimilate" (Ryan, 1970).

Studies of the Perceptions of Beginning Teachers

A major problem of beginning teachers centers around discipline and

class control. Several studies explored this problem. Kevin Ryan (1974)

also considered the problem of the new teacher's relationship with the

fear of discipline. He used the Minnesota Teacher Attitude

Inventory to measure teachers' attitudes toward their students. Prospec-

tive teachers were characterized as being warm and positive toward their

students. When the same test was administered to beginning teachers duriAg

the first four months, there was a sharp decline in positive attitudes.
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After that time, a very slow rise in positive attitudes began. Ryan

labeled this the "curve of disenchantment".

Another study was done by Wayne Hoy (1968), who examined the condi-

tions affecting the beginning teachers' ability to control the class

and establish discipline. Hoy felt that it was likely that new teachers

experienced a conflict between the schools' socialization pattern and

their own desires to be more humanitarian. The conflict may be com-

pounded by the fact that many schools equate the ability to "control"

with the ability to "teach". An instrument was used to test 175 elementary

and secondary beginning teachers. It was found that the "pupil-control

ideology" of these teachers was significantly more custodial after ...heir

first year of teaching. Additional data were collected from a group of

teachers who did not teach the year following graduation. The "pupil-

control ideology" of this group remained the same during the year.

The results were attributed to the effect that the new *eachers' colleagues

had upon the neophytes. It was found that new teachers viewed as weak on

control had marginal status among their colleagues and others within the

school.

Student misbehavior was the greatest source of difficulty for 180

interns responding to a questionnaire developed by Miller in his 1970 study

at Temple University. Polling the interns at the beginning, middle and erd

of their first year, Miller found that this area was hard to understand and

hard to handle for the new teachers. This problem was mentioned by interns

teaching in junior high schools more frequently than by interns working at

the senior high school level.
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As reported in the same study, problems with curriculum planning were

the greatest source of pressure for first year secondary school teachers.

The interns indicated that this took the greatest amount of their time and

energy. Teaching new material, marking papers and doing cierical work

were also repol, as sources of pressure. Comments of the interns

included in the report reflect feelings of personal inadequacies. "I

realize how little I know about my subject." "I find going slowly enough

and simply enough for my students is a problem."

That new teachers are full of doubts about their own personal and

professional competence was the conclusion of a study by Gaede, (1978).

His investigation measured the selfassessed professional knowledge

skills of 272 educators in various levels of teaching, including student

teachers, graduates, first year teachers and more experienced teachers.

Using the Professional Training Readiness InventOry, the data indicated a

rise in selfassessed knowledge during each stage except the first year.

Beginning teachers show a lower score on every scale, including:

Knowledge of the basic methods of teaching

Knowledge of the administration of public schools

Knowledge of educational theory and history

Knowledge of methods useful in teaching slow learners

Knowledge of the proper use of educational media

1, Experience in observing educational models

Gaede suggested that this was because beginning teachers compared

ther.selves to their more experienced colleagues. The student teachers, who

generally scored higher, tended to compare themselves with other student

teachers. Gaede also suggested that student teaching usually is conducted

in an atmosphere of support, and the student is not expected to have
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all the answers, but the beginning teacher is. Thus it is possible for

student teachers to overestimate their professional competence.

One of the difficulties in examining the problems of beginning teach-

ers is that we 'cannot assume that all beginning teachers have the same

kinds of problems or that the brightest most academically successful

graduates will have the fewest problems.

To ascertain whether beginning teachers in inner-city schools have a

different perception of their problems than those in suburban schools, a

team of researchers sent questionnaires to 100 beginning teachers in

various elementary schools in different locales. The new teachers rated

items from seven problem areas as to their degree of severity. Two preser-

vice variables were correlated with each problem area score. These were:

the total score on the American Council on Education Psychological Examina-

tion and the grade-point average of the teachers during their professional

education courses. The teachers were grouped according to the types of

schools in which they taught: suburban schools, special service schools in

New York City, and non-special service schools in New York City.

The findings showed that when teachers are categorized by school

locality, there is a difference between beginning teachers in the city and

suburbs. City teachers seem to feel their problems are greater in the

areas of discipline, materials and resources, and classroom routines.

In the area of relations with parents, teachers in special service schools

in New York city saw themselves as having zorc aevere prnblems than teach-

ers in the non-special service city schools. City teachers generally saw

themselves as having more problems than suburban teachers. However, the

frequent comment that "city teachers have problems with their children

33



25.

while suburban teachers have problems with their children's parents" was

not shown by this study (Dropkin and Taylor, 1963).

Studies of the Percezions of Other Educators

While most of the literature considers problems from the point of view

of the beginning teacher, there were a few articles offering the perspective

of other educators including more experienced teachers, supervisors,

principals and administrators. Aspy (1969) reviewed and summarized

several studies concerning problems encountered by first year teachers. In

his article, he presented a study in which it was found that 300 first,

second, and third year teachers agree with new teachers' perceptions of

their first few years. They concur with the novices that "survival was

more important than competence" for the new teacher. Aspy (1969) also

reviewed a second study which suggested that supervisors are also concerned

that many -rainees are operating at survival level. The supervisors

indicated that trainees had problems in the areas of knowledge of subject

matter, reading instruction, class control and discipline problems, and

unreal expectations of students.

THE PROBLEMS WITH TEACHER TRAINING PROGRAMS

There is a dichotomy between the practitioners in the schools and the

theoreticians in the universities as to what kinds of essential information

is needed by the beginning teacher. In an extensive survey conducted by

Herman Hermanowicz (1966), 312 beginning teachers surveyed said that their

.1*

general education was adequate as preparation for teaching. They were

critical, however, of the professional preparation component of their

training. The teachers, responding to the survey, indicated that courses
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in foundations of educatiol, philosophy, and psychology were of little

relevance to their initial teaching experience. Education instructors were

criticized for being too far removed from the realities of the classroom

and for presenting material which was too theoretical and irrelevant to the

needs of a beginning teacher.

Robert Bush (1965) also speaks to this point:

The root problems seem to be, on the one hand, the gap
that exists Setween conditions in the colleges and the
way college professors view education, and on the
other, conditions in the schools and the way teachers
view education.

Kevin Ryan (1970) suggests that this antagonism towards education

courses may be misdirected. Instead of fewer education courses, he sug-

gests that more experiences to help the student put theory into practice

may be of more value in developing the skills and methods of good teaching.

Beginning teachers are usually unable to turn information from college

coursework into teaching strategies to be used in the classroom. The

problem as Ryan sees it is that reading about a theory or telling about a

stategy in a college classroom does not insure that someone is able to use

the information.

Conant was one of the first to suggest a timetable, or phases in which

to introduce the appropriate material or information to a novice teacher.

Labeling the time spans into three periods, he suggests that the teacher

become orientated to the school personnel and facility before school

begins, preferably in the spring or summer. The second phase would begin

during the normal school orientation with a cooperating teacher helping the

new teacher become acquainted with the teaching responsibilities and school

policies. The third phase Conant describes occurs during the first sear
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ester and emphasizes the practical arts of teaching. At this stage, the

cooperating teacher works with groups and individuals on lesson plans,

materials, and methods which are all concerned with survival of the first

few months. At this stage, everything should relate to the classroom.

This includes the problems of class discipline and control, grading and

testing, parent and community relations, and diverse teaching methods.

Starting about January, Conant describes a gradual shift from practical

daily concerns to longer range plans using a more theoretical approach

(Conant, 1963). Others call for a reorganization of the system of training

of teachers (Klingele and Borland, 1972; Rensen and Linville, 1971; Shiver,

1973; Lortie, 1966).

There is no common body of knowledge about what kinds of assistance

beginning teachers need, much less is there agreement about how to meet

those needs. Conant (1963) pointed out that the teaching profession had

not yet agreed upon a common body of knowledge that new teachers should

acquire before going into the classroom. Lortie (1966) and Denemark

(1967) both suggested that there was a need for the development of a

unifying theory of teacher education before other questions could even be

asked.

Shaplin and Powell (1964) pointed out that teacher training programs

had done little to expand their unertanding of what teachers needed to

know--partly due to a lack of resources and par-ly to a lack of interest.

Broudy (1965), on the other hand, questioned whether the task of finding a

universal model of teacher education is possible or evc1 desirable when

working with individuals. Dr. Broudy's comments notwithstanding, we

think that it is possible and necessary to develop cohesive and coherent
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models in which preservice and inservice teacher training programs can be

sensibly linked. Those ideas are presented in Volume One of this study.

We do not maintain that the task will be easy, just that it should be

done. After completing the literature review, visiting several programs

and talking to the directors of many others, it is our position that we

have practically no real information on three major questions:

1) Uhat is the precise nature and character of the problems teachers
experience during the induction period, how extensive are they
and how severe are they?

2) What factors influence the generation of these problems, amelior-
ate them or influence more facile and rapid solution of them?

3) What kinds of training or assistance programs or experiences have
powerful effects on preventing, alleviating, or facilitating the
solution of these problems?

That is the challenge that lies ahead.

37



BIBLIOGRAPHY

38

29.



Bibliography

Allen, D. W. A new design for teacher education: The teacher intern
program at Stanford University. The Journal of Teacher Education,
1966, 17, 296-300.

Andrews, L. 0. A curriculum to produce career teachers for the 1980's.
Theory into Practice, 1967, 6, 236-245.

Aspy, D. H. Maslow and teachers in training. Journal of Teacher Education,
1969, 20, 303-309.

Association for Teacher Educators. Guidelines to clinical experiences in
teacher education. Position Paper 3. Washington, D.C.: Association
of Teacher Educators, 1973. (ED 081 722)

Bantel, E. A. Teacher education experimental project. Childhood Education,
1966, 42, 412-421.

Barr, D. An alternative school teacher education program. Teacher Education
Forum, 1975, 3, 5-9. (ED 128 325)

Beginning to teach: The induction of beginning teachers in Australia.
Research Report on Stage II of the Teacher Induction Project. Clayton,
Australia: Monash University, 1978.

Benham, B. J. Teacher preparation: Exploration of an alternative model.
Doctoral dissertation, Texas Tech University, 1977. (University Micro-
films International No. 78-10, 829.)

Blackburn, J. D., & Crandall, J. Preliminary results of a first-year
teacher pilot program: Data analysis, interpretation, and_prolections.
Montgomery: Alabama State Department of Education, 1975. CD 104 805)

Blackmore, D. S. Integration of theory and practice in internship. In
D. M. McGeoch (Ed.), Internships in Teacher Education. Forty-seventh
Yearbook. Washington, D. C.: Association for Student Teaching, 1968.

Blackmore, D. S. & McNair, C. R. A rural internship program model. Sacramento:
California State Deparment of Education, 1971. (ED 057 963

Bolam, R. I. Bristol, England:
University o Bristol, 1973.

Bolam, R., Baker, K., & McMahon, A. TIIP T.I.P.S. project national
evaluation report. Bristol, England: University of Bristol, School of
Education, 1979.

Brimer, A. Evaluation research and action programmes amongst the
educationally and socially disadvantaged. Paris: 0.E.C.D. , 1971.



Primer, A. Theories of learning and teacher education. In Council of Europe

Information Bulletin, 1973. Symposium presented at the meeting of

Research and Reform in Teacher Education, Bristol, 1973. (ED 092 351)

Brophy, J. Teacher behavior and its effects. Journal of Educational
Psychology, 1979, 71(6), 733-750.

Broudy, H. S. Criteria for the professional preparation of teachers.
The Journal of Teacher Education, 1965, 16, 408-415.

,Brown, M. H., & Willems, A. L. Lifeboat ethics and the first-year teacher.
Clearinghouse, 1977, 51, 73-75.

Brownell, D. M. If I were learning to teach. NASSP Bulletin, 1968, 52, 2-5.

(ED 024 621)

Bush, R. N. The formative years. In The Real World of the Beginning Teacher.

Report of the 19th National TEPS Conference, 1966. Washington, D.C.:

National Education Association, 1966.

Bush, R. N. We know how to train teachers: Why not do so? Journal of

Teacher Education, 1977, 28(6), 5-9.

Carlson, K. Preparing urban high school teachers. Paper presented at the

annual convention of the National Council for the Social Studies, New York,

1970. (ED 046 835)

Chaltas, J. B., Southworth, H. C. & Kain, J. M. The supervision of intern

teachers. In D. M. McGeoch (Ed.), Internships in Teacher Education.

Forty-Seventh Yearbook. Washington, D.C.: Association for Student

Teaching, 1968.

Chapman, R. Teaching is also learning. NASSP Bulletin, 1968, 52, 23-27.

(ED 024 621)

Ciampa, B. J. Sensitization locus model for teacher education: A pro=

posal. 1972. (ED 077 919)

Combs, A. Teacher education: A problem in becoming. In E. B. Smith,

H. Olsen, P. Johnson, 6 C. Barbour (Eds.), Partrtultirctin'ier
Education. Washington, D.C.: American Association of Colleges for
Teacher Education and The Association for Student Teaching, 1966.

Conant J. B. The education of American teachers. New York: McGraw-Hill

Book Co., Inc., 1963.

Carman, B. R., & Olmsted, A. E. The internship in the prefparation of
elementary school teachers. A description and analysis of a pro ram.

East Lansing, MI: Michigan State University, 1964. (TED 030 612)

Council of Europe. CotIxtcilofEt.__IformationBulletin. Strasbourg,
France: Documentation Center for Education in Europe, 1973.

(ED 092 351)

40



Crosby, J., & Massey, S. A summar ; Maine Teacher Cor s 1973-75.
Portland, ME: University of Maine, 1976. ED 129 724

Cuban, L. The Cardoso Peace Corps Project: Experiment in urban education.
Social Education, 1964, 28, 446-449.

Day, E. Attitude changes of beginning teachers after initial teaching
experience. Journal of Teacher Education, 1959, 10, 326-328.

De Bruin, H. C. Interdisciplinary internships between Eastern New Mexico
Universit and various state a encies. Portales, NM: Eastern New

xico Uniqiiirri7117/71-ED b

Denemark, G. Preparing tomorrow's teachers. Theory into Practice,
1967, 6, 252-259. it

Di Tosto, E. In-service traininglmiftsbesinimIlatter. Washington,
D.C.: ERIC CWTghouse on Teacher Education, 1974. (SP 008 451)

Dropkin, S., ft Taylor M. Perceived problems of beginning teachers and
related factors. Journal of Teacher Education, 1963, 14, 384-190.

Drummond, R. 3., & Littlefield, M. Cooperative Teacher Education
Pro.ect 1972-75. Washington, D.C.: U.S. Office of Education,
DREW , 1975. TED 139 744)

Dyer, P. Teacher internship programs in NCA institutions. North Central
Associatio=aparterly, 1968, 43, 229-233.

Edelfelt, R. A. Inservice teacher education: A concept, an overview.

Syracuse: National Council on States on Inservice Education, 1979.

Edelfelt, R. A. The role of professional organizations. In E. B. Smith,
H. Olsen, P. Johnson, & C. Barbour (Eds.), Partnership in Teacher

Education. Washington, D.C.: American Association of Colleges for
Teacher Education and The Association for Student Tenchiv: 1966.

Edelfelt, R. A. and others. L _sons from the teacher corps. Washington,
D.C.: National Educational Association, 1974. (ED 099 382)

Elmore, D. T. The elementary teaching internship: Does it have a future?
Teacher Education Forum, 1976, 4(2), 4-13. (ED 128 316)

Erikkson, M. Client related su ervision. Lund, Sweden: University of Lund,
1978. (ED 152 1 7

Evans, R. F. Rural teacher intern program. Fresno, CA: California State
University, School of Education, 1973. (ED 085 381)

Ewing, W. K. Internships and teacher training in ESL, TESOL Quarterly,
1973, 7, (2), 153-159.

41



Florio, D., & Koff, R. Model state legislation: Continuing professional

edaErLforec2ic2)olersonrlel. Washington, D.C: National Institute of

Education, 1977.

Flynn, F. A. Beginning at Hutchins Junior High. NASSP Bukletin,
123-129. (ED D24 621)

968, 52,

Forcellino, J. J. A model in-service program for training mainst eam teachers
of Spanish-speakint zuloils. Doctoral dissertation, 1Nova Univ1 rsity,
1975. (ED 106 430)

Frey, S., & Ellis, J. Educational psychology and teaching: Opinions of

experienced teachers. Teachers College Journal, 1966, 38, 88-91.

Fuller, F. Concerns of teachers: A developmental conceptualization. American

Educational Research Journal, 1969; 6, 207-226.

Gaede, O. F. Reality shock: A problem among first-year teachers. Clearing

House, 1978, 51, 405-409.

Gardner, H. The teacher education internship in historical perspective.
In D. M. McGeoch (Ed.), Internships in Teacher Education. Forty-seventh

Yearbook. Washington, D.C.: Association for Student Teaching, 1968.

Gardner, H., & Henry, M. Designing effective internships in teacher education.
Journal of Teacher Education, 1968, 19, 177-186.

Garman, N. A mastery model of evaluation as a strategy for developing
professional teaching competencies. Paper presented at the annual meeting
of the American Educational Research Association, Pittsburgh, 1975.
(ED 109 172)

Gate wood, T. E., & Mills, R. C. Teacher education's most neglected area:

Middle school teacher preparation. Contemporary Education, 1975, 46(4),

253-258.

Gibboney, B. A., & others. An evaluation of the experimental teacher preparation

progri6 in urban education. Philadelphia: Pennsylvania University, 1979.

(ED 046 878)

Goddu, R. A hope lost at birth. Journal of Teacher Education, 1971, 22(2),
199-204.

Gorton, R. Comments on research. The beginning teacher. NASSP Bulletin,

1973, 57, 100-108.

Graham, '7. The Teacher Corps: One place to begin. NASSP Bulletin, 1968, 52,

4S-61. (ED 024 621)

Grubb, J. New student teaching program and the classroom teacher. Washington,

D.C.: Association of Teacher Educators, 1972T75ffi061 172 T

42



Haberman, M. The teaching behavior of successful interns. Journal of Teacher
Education, 1975, 16, 215-220.

Halliwell, J. W. A review of the research comparing the teaching effective-
ness of elemental./ school teachers prepared in intensive teacher-training
programs and in regular undergraduate programs. The Journal of
Teacher Education, 1964, 15, 184-192.

Hamacheck, D. Characteristics of Good Teachers and Implications for Teacher
Education. Phi Delta Kappan, 1969, 50(6), 341-345.

Hamilton, N. K., Hale, J. R., Ward, W. T., Kehl, F., & Suttle, J. E. Clinical
approach to the induction of teachers into the rofession. Paper presented
at the Western Regional TEPS Conference, San Francisco, February 1966.
(ED 011 882)

Harwood, R., & Miller, H. B. The irtern teaching program in the urban
schools: Impact on instructional improvement. Journal of Teacher
Education, 1972, 23, 427-430.

Hazard, W. R. (Ed.) The clinical professoiship in teacher education. Report
of a conference at Northwestern University, October 24-25, 1966, in
cooperation with the Carnegie Corporation of New York. Evanston, IL:
Northwestern University Press, 1967. (ED 026 291)

Hensen, K. T., & Linville, W. J. Teacher internship: The point of no return.
Contemporary Education, 1971, 42, 187-189.

Hermanowicz, H. The pluralistic world of the beginning teacher. In The Real
World of the Beginning Teacher. Report of the 19th National TEPS Conference,
1966. Washington, D.C.: National Education Association, 1966.

Hetenyi, L. The politics of school - college cooperation in student teaching.
In E. B. Smith, H. Olsen, P. Johnson, & C. Barbour (Eds.), Partner-
ship in Teacher Education. Washington, D.C.: American Association of
Colleges for Teacher Education and The Association for Student Teaching,
1966.

Hite, H. Follow-up study: Long-term effects of modified internship for
beginning elementary school teachers. Seattle: School Information and
Research Service, 1968. (ED 022 715)

Hite, H., Garrison, H., & Killian, G. Effects of reduced leads and intensive
in-service training u on the classroom behavior of beginning elementar
school children. Pullman, WA: Washington State University, 1966.
(ED 010 162)

Hoffman, J. D. Changing teaching behavior: Objective of internship. In
D. M. McGeoch (Ed.), Internships in Teacher Education. Forty-seventh
Yearbook. Washington, D.C.: Association for Student Teaching, 1968.



Howsam, R. B., Corrigan, D. C., Denemark, G., 6 Nash, R. Educating a

Profession. Report of the Bicentennial Commission of Education for
the Profession of Teaching. Washington, D.C.: American Association
of Colleges for Teacher Education, 1976.

Hoy, W. The influence of experience on the beginning teacher. School Review,

1968, 76, 312-323.

Hunt, D. W. Teacher induction: An opportunity and a responsibility. NASSP

Bulletin, 1968, 52, 130-136. (ED 024 621)

James Report. Teacher education and training. London: H.M.S.O., 1972.

Jerry, D. H. Induction at Shawnee High: The principal's view. NASSP Bulletin,

1968, 52, 117-122. (ED 024 621)

Julius, A. Britain's new induction plan for first-year teachers. Elementary

School Journal, 1976, 76, 350-357.

Kazlov, G. Whatever happened to the clinical professor? Journal of Teacher

Education, 1976, 27, 340-341.

Kehl, E. The Resident Teacher Program: A Pilot Evaluatinn Study. Eugene, OR:

University of Oregon, 1977.

Klingele, W. E., & Borland, T. The professional year in teacher education.
The High School Journal, 1972, 309-341.

Krathwohl, D., & Spalding, W. E. Evaluation of the Arkansas experiment in
teacher education. The Journal of Teacher Education, 7(3), 1956, 233-235.

Ladd, E. T. Tensions in school-university collaboration. In E. B. Smith

and others (Eds.), Partnerships in Teacher Education. Washington, D.C.:

American Association of Colleges for Teacher Education and The Association

for Student Teaching, 1966.

Leiter, M., & Cooper, M. How teacher unionists view in-service education.
Teachers College Record, 1978, 80(1), 107-125.

Lewin, K. and Associates, Inc. The State of Teacher Education. U.S. Department

of Health, Education, and Welfare, National Center for Educational Statistics,

Washington, DC., 1977.

Lindauer, B. J. A comparison of performances of graduates of the University
of Northern Colorado intern ro ram with those raduates of the student
teac er program. Doctors dissertation, University 0 Northern Colorado,

1974. (University Microfilms International, No. 75-11-098.)

Locke, C. Teacher Education: The Fort North Independent School District.
Theory and Practice, 1972, 2, 321-322.

44



Lortie, D. C. School teacher: a sociological study. Chicago: The University

of Chicago Press, 1975.

Lortie, D. C. Teacher socialization. In The Real World of the Beginning
Teacher. Report of the 19th National TEPS Conference, 1906. Washington,

D.C.: National Education Association, 1966.

McDonald, F. J. Evaluating preservice teachers' competence. Journal of Teacher
Education, 1978, 29(2), 9-13.

McDonald, F. J., & Allen, D. W., Training effects of feedback and modeling
procedures on teaching performance. Stanford, CA: Stanford Univeristy,
1967.

McDonald, F. J., & Elias, P. The effects of teaching performance on pupil
learning. In Beginning Teacher Evaluation Study, Phase It, Volume I,

Princeton: Educational Testing Service, 1976.

McCinnis, C. The beginning teacher project in New York State. NASSP Bulletin,

1968, 52, 44-48. (ED 024 621)

McIntosh, P. G. The clinical approach to teacher education. Journal of

Teacher Education, 1971, 22, 18-24.

McIntyre, L. D. The unique variables of the Lansing Teacher Corps. Paper

presented at the annual meeting of the American Educational Research
Association, at Chicago, 1974. (ED 088 819)

McKee, H. C. Hamburg center intern follow-up. Fredonia, N.Y.: State

University of New York, 1974. (ED 107 623)

McKee, H. C., & others. Hamburg center intern follow-up. Second rear, 1974.

Fredonia, NY: State University of New York, 1974. (ED 107 639)

McRae, D. The year that was. NASSP Bulletin, 1968, 52, 113-116.

Marashio, P. A proposal for helping the beginning teacher. Clearing HousP,

1971, 45, 419-421.

Marsh, D. D. A study of teacher training at twenty teacher corps projects.
Paper presented at the Teacher Corps Conference, Washington, D.C.,
June, 1974. (ED 096 310)

Marsh, D. D., & Lyons, M. F. A study of the effectiveness of sixth-cycle
Teacher Corps graduates. Phase 2, Final Report. Berkeley, CA: Pacific

Training and Technical Assistance Corporation, 1974. (ED 098 235)

Marsh, D. D., & Lyons, M. F. Teacher Cor s ro'ects: Descri tion and
implications for management. P ase II, Final report. Washington, D.C.:

U.S. Office of Education, 1975. (ED 106 299)



Mathieson, M. B. winning teachers in the inner city A study of the
literature on their roblems and some ossi le solutions. Washington, D.C.:
ERIC Clearing House on Teacher Education, ED 028)

Miller, H. B. An analysis of empirically selected components of pressure,
difficultyj and satisfaction re orted b be inning secondary school intern
teachers. Doctors dissertation, Temp e University, 1 0. (University
Microfilms International, No. 71-10, 829.)

Mitzel, H. E. Comments on the Cornel3 experimental program for the
preparation of elementary teachers. Journal of Teacher Education,
1958, 9, 383-386.

Moss, R. H. Reactions of interns to programs. In D. M. McGeoch (Ed.),
Internships in Teacher Education. Forty-seventh Yearbook. Washington,
D.C.: Association for Student Teaching, 1968.

Moss, R. H. Redefining the internship. Journal of Teacher Education, 1967,
18, 399-402.

Murphy, E. G. Comparison of teaching styles of resident teachers and con-
ventional first year teachers: An initial assessment of University of
Oregon inservice Year program. Doctoral dissertation, University of
Oregon, 1977. (University Microfilms International No. 78-2550.)

Nichols, C. W. Internships for prospective vocational teachers. National
Business Education Quarterly, 1969, 38, 7-12.

Nickerson, J. F. Emerging administrative and regulatory developments.
In E. B. Smith, H. C. Olsen, P. J. Johnson, & E. C. Barbour (Eds.),
Partnership in Teacher Education. Washington, D. C.: American
Association of Colleges for Teacher Education, 1966.

Norman, B. C. Comparing first year teaching of former undergraduate interns
and former student teachers ati-aiiiiiined by pupil reading achievement
gains. Doctoral dissertation, University of Houston, 1973. (University
Microfilms International No. 74-02870.)

Northline Teacher Certification Consortium. Teacher certification consortium
for the preparation of elementar teachers. Seattle: Northline Teacher
Certification Consortium, 1974. (ED 110 410)

Oliva, P. F. Teacher training in France. The Clearing House, 1972, 47,
115-119.

Olsen, H. C. Innovation in supervision today. In E. B. Smith, H.C. Olsen,
P. J. Johnson, & C. Barbour (Eds.), Partrership in Teacher Education.
Washington, D.C.: American Association Colleges for Teacher Education,
1966.

Olsen, H. C. School-college relations in preparing school personnel.
Washington, D.C.: ERIC Clearinghouse on Teacher Education, 1977.
(ED 048 124)

46



Parker, J. L. Teacher training at Adams, Phi Delta Kappa, 1971, 52, 520-522.

Philpot, J. C. Resident intern program. Memphis: Memphis State University,
June 1972. ZED 073 073)

Plowden Report. Children and their rimer y schools. A report of the Central
Advisory Council for Education. London: H.M.S.O., 1967.

Price, W. J. The student teacher as indentured servant. Journal of Teacher
0 Education, 1972, 23, 152-354.

Prince, D. Graduates analyze teacher corps impact: The teacher corps
experience. Journal of Teacher Education, 1976, 26, 143-144.

Prost, A. Is teacher training really any use? In Council of Europe
Information Bulletin, 1973. Symposium presented at the meeting of
Research and Reform in Teacher Education, Bristol, April 1973.
(ED 092 351)

Rehage, K. J. Induction: When student becomes teacher. NASSP Bulletin,
1968, 52, 144-155. (ED 024 621)

Rice, A. H. Can internships give new teachers a better start? Nation's
Schools, 1968, 82(10), 10-12.

Rice, J. P. California mini-corps annual evaluation re ort. Oroville, CA:
U.S. Bureau of Elementary and Secondary E ucation DREW) and Butte County
Superintendent of Schools, Office of Education, 1976. (ED 137 039)

Richards, D. Internshi as an alternative to student teaching. Washington,
D.C.: U.S. Department of Hea th, Education, and We fare, National
Institute of Education, 1974. (ED 090 152)

Rivlin, H. N. . new pattern for urban teacher education. Journal of Teacher
Education, 1966, 17, 177-184.

Rivlin, H. N. New ways of preparing teachers for urban schools. In M. Usdan
and F. Bertolaet (Eds.), Teachers for the disadvanta ed A Re ort of the
School-University Teacher Education Project. Chicago: Fo et Publishing

Co., 1969.

Robinson, A. A., & Mosrie, D. Florida's New Teaching CertifiCation Law.
Phi Delta Kaypa, 1979, 61, 263-264.

Robinson, C. N. Berkeley's graduate internship program: A ret- --)ective look

at an alternative model. California Journal of Teacher Education, 1976, 3,

52-72.

Rock, C. & Virgilio, A. Major breakthrough in teacher education achieved.
The Journal of Teacher Education, 1971, 22, 274-276.

Rubin, D. On being inducted: A beginning teacher reflects. NASSP Bulletin,

1968, 52, 85-95. (ED 024 621)

47



Stoltz, R. E. Teacher education and certification: State actions in the south.
Atlanta, GA: Southern Regional Education Board, 1979.

Starpoli, C. J. An empirical investigation of a post-baccalaureate internship
teacher preparation program. Dover, DE: Delaware State Department of
Public Instruction, 1972. (ED 083 125)

Stinson, E. W. Internshipi Saskatoon. Saskatoon, Canada: Saskatchewan
University, iriii101775611743)

Swanson, P. A time to teach- -and a time to learn. NASSP Bulletin, 1968, 52,
74-84. (ED 025 621)

Taylor, D. Inservice - A priority. (Interview) Syracuse, NY: National
Council of States on Inservice Education, October 1978.

Taylor, J. K. & Dale, I. R. A survey of teachers in their first year of
service. Bristol, England: University of Bristol School of Education,
1971.

Teachers' opinions on internships for teachers and principals. National
Education Research Bulletin, 1969, 47, 108-109.

Temple University. Elementary TEAM Program. Philadelphia: College of
Education, Temple University, 1975. (ED 117 072)

The intern teaching program for college graduates. Philadelphia: Temple
niversity, 19b6. ED

The urban teacher corps 1963-1968: Description and philosophy. Washington,
D.C.: District of Columbia Public Schools. 1968. (ED 038 350)

The ear-long teaching internshi for initial certification at Seattle Pacific
College. Washington, D.C.: Department of Education, 1971.

Theimer, Jr., W. C. An evaluation of the new careers in education programs,
1970-71. Sacramento: California State Department of Education, 1971.
(ED 055 041)

Tisher, R. (Ed.) The induction of beginning teachers in Australia. A paper
presented at the annual meeting of the American Educational Research
Association, Toronto, March, 1978.

Tom, A. Pre-service teacher evaluation: From prophecy to analysis. California
Journal of Teacher Education, 1979, 6(4), 4-22.

Turney, D., & Stoneking, L. W. A professional sequence for the development of
career teachers. Journal of Teacher Education, 1964, 15, 404-414.

Uprichard, A. E., Bedics, R. A., & Greabell, L. C. An attempt to modify the
teaching behavior of elementar 'school interns through the use of a
theoretical planning mode . Ta 4 IP a FL: University of Southern Florida,
1972. (ED 061 286)

48



Vander Meulen, C. A year of cooperative teaching. NASSP Bulletin, 1968, 52,

104-112. (ED 024 621)

Vaughn, J. Government investments in research and development on in-service:

NIE's Role. Journal of Teacher Education, 1979, 30, 33-35.

Vayrus, M. J. The relationship of teacher alienation to school workplace

characteristics and career stages of teachers. Lansing, MI: The

Institute for Research on Teaching. 1979.

Vlaanderen, R. Trends in competency based teacher certification. Denver:

Education Commission of the States, May, 1979.

Ward, W. T. Developing teacher behavior in clinical settings. In

D. M. McGeoch (Ed.), Internships in Teacher Education. Forty-seventh

Yearbook. Washington, D.C.: Association for Student Teaching, 1968.

Ward, W. T., & Gubser, J. H. Developing the teaching internship concept in

Oregon. Journal of Teacher Education, 1964, 15, 252-61.

Warner, A.' R. (Ed.). Clinical ex eriences and clinical practice in

professional education. Houston, TX: University of Texas, 1976.

(En 123 209)

Warner, A. R., Houston, W. R., 6 Cooper, J. M. Rethinking the clinical

concept in teacher education. Journal of Teacher Education, 1977,

28(1), 15-18.

Wheeler, P. Beginning teacher evaluation study: Phase II. Final Report:

Vol. II. Descri.tion of the field study and sample. Berkeley, CA:

Educational Testing Service, 1976.

Wilhelms, F. J. Before the beginning. NASSP Bulletin, 1968, 52, 137-143.

(ED 024 621)

Williams, E. M. Graduates analyze Teacher Corps impact: A cognitive and

affective look. Journal of Teacher Education, 1976, 26, 145.

Wilson, J. T., Koran, J. J., Ei Koran, M. L. Teacher Corps preservice: A

study of change in science teacher behavior. Journal of Research in

Science Teaching, 1976, 13(4), 337-343.

Wise, A. Legislated learning: The bureaucratization of the American class-

room. Berkeley, CA: University of California Press, 1979.

Woodring, P. New directions in teacher education. New York: The Fund for

the Advancement of Education, 1957.

Woods, B. G. Designing programs for educators. Theory into Practice,

13(3), 167-76.

Wulk, J. E., & Miller, R. M. A new approach at UCLA: Secondary teaching

internships. Journal of Teacher Education, 1965, 16, 300-302.



Russo, R. Things to remember: My first year at Parkway. NASSP Bulletin,

1968, 52, 96-103. (ED 024 621)

Ryan, K., (Ed.). Don't smile until Christmas: Accounts of the first year

of teaching. Chicago: University of Chicago Press, 1970.

Ryan, K. Survival is not good enough: Overcominj the problems of beginning

teachers. Chicago: University of Chicago, 1974. (ED 090 260)

Ryerson, N. E. Exploratory study and planning for a fourth-year paid intern-
ship teacher education program for both elementary and secondary teachers.
Final report. Pella, IA: Central College, 1967. (ED 018 013)

(...an Fernando Valley State College. San Fernando Valley State College teacher
education roject in com ensator education. Northridge, CA:

an ernando Va ey State Co lege, 1

Seymour, H. C. and associates. What administrators say about beginners.
NASSP Bulletin, 1968, 52, 28-42. (ED 024 621)

Shanker, A. Inservice "Top of the list". Syracuse, NY: National Council

of States on Inservice Education, April 1979.

Shanker, A. The Nonsense of Attacking Educational Testing, Education Times,

October 27, 1980.

Shaplin, 3., & Powell, A. A comparison of internship programs. Journal of

Teacher Education, 1964, 15, 175-183.

Shavelson, R S., & Trinchero, R. L. Teacher survival from the perspective
of the training institution. Stanford, CA: Stanford University,

1973. (ED 083 179)

Shaw, T. L. A study of the relationship between internship teaching per-
formance and academic grades for COP students. Doctoral dissertation,

Walden University, June 1976. (ED 127 302)

Shea, J. Organizational Patterns. In D. M. McGeoch (Ed.), Internships in

Teacher Education. Forty-seventh Yearbook. Washington, D.C.: The

Association for Student Teaching, 1968.

Shinier, S. Integrated professional year program. Contemporary Education,

1973, 44(6), 363-371.

Shuff, M., & Shuff, R. V. Designed for Excellence: A program for laboratory

experiences. Journal of Teacher Education, 1972, 23, 215-219.

Smith, E. B,, Kerber, J. E., Olberg, R., & Protheroe, D. Toward real teaching:

A team internship proposal. Journal of Teacher Education, 1968, 19 7-16.

Stoltz, R. E. Competency testing and the strengthening of teacher education
iugrams: Current experience of one state. Excerpts from a presentation

to the Southern Regional Education Board Legislative Advisory Council (n.d.)

50



Zeichner, K. M. Teacher induction ractices in the U.S. and in Great Britain.
Paper presented at the meeting of the American Educational Research
Association, San Francisco, April 1979.

51


